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Abstract 
There are many factors that contribute to a student’s academic and personal performance within 
the context of their PK-12 Education.  Independent of atypical developmental abilities, family wealth is a 
significant factor in student performance.  Other factors, endogenous to what happens within school, include 
community resources, with a particular focus on sustained financial support for schools.  Although the 
overall performance of a particular school is driven by the relative wealth of the students in the school, the 
level of language proficiency among students within the school, and the percentage of special needs 
students in the classroom and building, the variation of performance between schools with similar 
populations is driven by the effectiveness of the educators in the building (Opper, 2019).  If we are going to 
close the various achievement gaps that plague our educational systems, a focus on how to prepare, 
recruit, and retain highly effective educators, particularly within our high needs schools, is a national 
imperative. 
 The Organization for Economic and Cooperative Development (OECDa, 2018) has establish a 
vision for the future of education around which the international community of educators are drawn to 
organize.  Given the OECD’s responsibility for the Programme for International Student Assessment (PISA: 
OECDb, 2020) it is reasonable to accept the interpretation that they are focused on the measureable 
outcomes of the educational process.  In fact, the OECD focus on the future of education is on what we 
need to do to prepare our children to engage in productive and meaningful lives.  It is also true that they 
organize their work, and reports, around the needs of our children, with a particular focus on appropriate 
and effective curriculum.  The focus of this essay it to encourage educators (scholars, practioners, and 
policy professionals) to centralize the role of human capital, particularly the educator in the classroom, to 
the process of education.  In particular, this essay will address the importance, and challenge, of recruiting 
and preparing educators who represent and/or meet the educational needs of our historically disadvantaged 
students.  This essay will be framed within the context of the United States with the encouragement for all 
us to translate these ideas into the international context. 
 There is growing evidence that, to improve our overall performance and serve all of our students, 
we need to address the needs of historically disadvantaged students in every school and in every 
classroom.  These historically disadvantaged students come from ethnic and racial groups that have faced 
systematic discrimination (in the United States that would be Native, African, and Latin Americans), 
students who come from non-dominate culture language speaking families (in the United States that would 
be English Language Learners – ELL’s), and students who are atypical learners.  In addition to these 
groups, for whom our educational systems are not organized to serve, it is important to recognize that 
children coming from lower-income families do not come into our classrooms with the social capital needed 
to survive let alone flourish in our educational systems. These are systems designed to meet the needs of 
children coming from dominant cultural groups who have the economic resources to provide quality health 
care, stable housing, healthy diet, and access to out of school learning opportunities that advantage their 
children’s ability to succeed in our schools.  As we develop systems to meet the needs of all of our children, 
we need to focus on what educators need to know and be able to do to meet the needs of all children, not 
just the privileged. 
 To meet these needs, we must recruit, prepare, and retain educators whom our students, 
particularly our disenfranchised students, can see as role models and who have a deep understanding of’ 
those students’ lived experiences.  It is a logical hypothesis to speculate that educators who share their 
students’ lived experience are excellent candidates for our classrooms.  This hypothesis drives the hiring 
practices of selective independent schools who are often eager to hire their own alumni and/or alumni from 
similar schools. There is growing evidence that racial or ethnic matching has a significant impact on student 
achievement (Egalitea, Kisida, & Winters, 2015) and that increasing the percentage of minority teachers in 
a school, has a positive impact on minority student performance, even if the students does not have an 
ethnic minority teacher (Gershenson, Hart,  Hyman, Lindsay, & Papageorge, 2018). There are, 
unfortunately, substantial barriers to our ability to recruit and retain culturally and linguistically diverse 
educators. 
 These barriers include, but are not limited to, a) challenges to recruiting culturally and linguistically 
diverse (CLD) individuals into programs that prepare educators, b) challenges in retaining CLD individuals 
in these programs, c) challenges in preparing all educators to be effective working with CLD and atypical 
students, d) recruiting CLD educators into CLD serving schools and districts, e) retaining those educators, 
and f) recruiting, retaining, and promoting CLD educational leaders.  This essay will describe these barriers 
and finish with proposed solutions. 
Recruitment of Culturally and Linguistically Diverse (CLD) Students into Educator 
Preparation Programs. 
 In the United States very few educator preparation programs have a student body that represents 
the cultural and linguistic diversity of the national population.  This is one of the reasons that it is difficult for 
school districts to recruit CLD educators as they are not being prepared through the normal process.   There 
are several reasons why CLD students are under-represented in the educator pipeline.  The first is that the 
few CLD students who qualify for entry into colleges or universities are being attracted to the field of 
education.  Although, particularly for African American women, teaching in PK-12 schools was a traditional 
avenue for employment, the combination of the civil rights and women’s rights movement has expanded 
their range of opportunities, thus reducing the number of African Americans who are seeking to enter the 
educator workforce. Prior to de-segregation in the United States, being a teacher was one of the prized 
professional positions among all people of color. Like White women, the economic opportunities for men 
and women of color now draws them into medicine, law, business, the media and elsewhere.  That pool of 
recruits for education has dried up.  
The second reason that CLD individuals do not seek to become teachers is the perceived low 
status of being a teacher in the United States.  Although becoming an effective educator requires a complex 
set of intellectual, pedagogical, and social skills, teaching is mis-perceived as being intellectually 
undemanding work and as not having a high social value.  (One wonders if this estimation will change as a 
result of the enforced home schooling that the 2020 CoVid 19 pandemic has created). One of the downsides 
of using the union structure to improve the quality of working conditions among educators is that they 
become associated with occupations that do not demand a college degree or ongoing professional 
certification in order to be effective.  Rather than being a part of professional associations, as are lawyers, 
doctors, or engineers which create standards for working conditions and professional competencies, 
educators are represented by unions for their working conditions and then other organizations (e.g., state 
departments of education working with institutions of higher education) to set the professional standards.  
The lack of coherency does not support a perception of professional which limits the respect associated 
with the work.  The fact that it is seen as “women’s” work is another reason for its lower status.  In the 
United States, the lack of a national standard of professionalism and working conditions conspire to reduce 
the perceived status of being an educator. 
The third reason that CLD individuals, and others, are not attracted to become educators are the 
working conditions of educators.  Being an educator is emotionally and intellectually demanding work.  The 
working conditions are rarely constructed to support educational professionals in their efforts to improve 
the quality of their performance.  An example of this dilemma is being a secondary school English language 
arts (ELA) teacher.  Best practices expects that, to learn ELA well, one must read and write a lot.  In fact, 
writing regularly and getting timely feedback on your writing is the path to proficiency,  To support this 
progress, an effective ELA educator would need to be reading 180 papers at least two times a week (six 
classes times 30 students), in addition to lesson planning, departmental meetings, school wide meetings, 
student advising, and supervising clubs or sports.  Because this is too much, ELA teachers ending up 
reducing the amount of required writing which inhibits student accomplishment.  As a result of inadequate 
working conditions more than 50% of new educators are out of the field within 3 years.  Some of that may 
be driven by making an inaccurate career choice or changing expectations between being 18 and 21, but 
most is driven by the deeply unsatisfying work conditions, low status, inadequate professional support, and 
lower reimbursement in relationship to similarly prepared peers. 
A fourth barrier for CLD individuals into educator preparation programs are the weaknesses in our 
PK-12 system that do not fully support the academic aspirations of CLD students.  The achievement gap 
between CLD students and euro and asian descended students remains pronounced.  This gap exist within 
majority serving school districts and minority serving school districts.  A function of this gap is that CLD 
students are less likely to get into colleges and universities than their non-CLD peers, particularly selective 
schools.  The serves to depress the size of the pipeline of teacher candidates who have the strong academic 
skills that are an important part of the effective teachers tool box. 
Challenges in Retaining CLD Individuals in Educator Preparation Programs 
Once a CLD individual has overcome the barriers to getting into an educator preparation programs, 
there are challenges they have to overcome in order to graduate. 
A significant challenge is financial.  The cost of a college education is the same if one is heading 
into business, health, the arts, or education.  The financial rewards of these choices, however, are not the 
same.  Retaining strong students of color in educator preparation programs is challenging when they learn 
more about other opportunities that have a greater financial reward or allow them to explore their 
commitment to improving society in a more high status context than PK-12 education.  In addition, there is 
often a lower level of financial assistance available to those who are seeking a teaching degree as opposed 
to a degree in the STEM areas.  In my own institution, I saw a reduction in dedicated scholarships for 
education majors which had a direct impact on the number of students who choice to come into our 
program.   
 A second challenge is the lack of CLD individuals who are on the faculty of education, or in the 
schools in which students get their clinical training.  This lack of role modeling makes it difficult to learn how 
to persevere in the face of the rigorous demands associated with becoming an educator.  There is also 
evidence that education programs, which have a predominately white faculty, can be experienced as a 
hostile environment for CLD students.  Given the pre-dominance of euro-descended educators in the work 
force, this lack of mentoring from CLD professionals, can made it difficult for CLD students to see 
themselves in the profession.  A related challenges is that the curriculum in educator preparation programs 
are designed to prepare educators to become proficient in a profession that is not meeting the needs of 
CLD students in our PK-12 system.  The lack of training in culturally and linguistically relevant pedagogy 
can lead to frustration among CLD students and a reason that they seek opportunities elsewhere. 
A commonly identified challenge to CLD students’ progression to being certified as an educator 
has been the introduction if standardized academic tests as part of the requirements.  Many education 
programs make passing those tests a pre-requisite for becoming a major and/or receiving certification by 
the State.  Given the high probability that CLD students came from less effective PK-12 educational 
backgrounds, it is not surprising that they under-perform their euro-descended peers on these tests.  It is 
another reason that they do not graduate from these programs at the same rate as their non-CLD peers.   
Challenges in Preparing All Educators to be Effective Working with CLD and Atypical 
students 
 Given the persistent achievement gaps between CLD and Atypical students, and their euro-
descended and typically developing peers, there is a growing focus on developing and implementing 
curriculum that is designed to meet the educational needs of all children.  In this essay, this will be referred 
to as culturally and linguistically relevant pedagogy (CLRP) which is a multi-faceted approach to being able 
to adjust one’s teaching to meet the needs of all the children in a particular classroom, school, or district.  
To close these persistent achievement gaps, the successful approach must be comprehensive and 
systematic.  Unless educator preparation programs commit to engage in this comprehensive and 
systematic approach, attempts to implement CLRP will fail.  For any curriculum reform to be successful, it 
must recruit and retain an educator corps that has the skills and dispositions to implement these reforms.  
Since most educators are recruited from educator preparation programs, they must take the lead in 
preparing all of their students to be proficient in CLRP, not just those who are going into CLD serving 
schools or districts.    The barrier to accomplishing this goal are the skills and dispositions of the faculty in 
educator preparation programs.  They must learn how to use CLRP, within the context of their discipline 
(e.g., STEM), and how to create classroom and clinical experiences that facilitate the acquisition of this 
competence for their pre-service educators.  This would not only increase the percentage of educators who 
are prepared to address the achievement gap within their schools, it will make the professional more 
attractive for CLD candidates. 
Recruiting CLD Educators into CLD Serving Schools and Districts 
 Most educational systems in the PK-12 or Higher Education settings face numerous challenges to 
increasing the percentage of CLD educators in their school.  As outlined above, there are several barriers 
to the recruitment and preparation of effective CLD educators.  The pool of qualified candidates is small.  
At the same time, there are no systematic recruitment processes through which educators are recruited.  
Each school district has its own process that is lightly regulated by the State and deeply influenced by the 
union contract with the district.  Recruitment is also significantly regional with most educators working within 
60 miles of educational preparation program in which they received their training. This means that, even if 
an educator preparation did an outstanding job recruiting and preparing CLD students, there is no structured 
pipeline into a district on which the candidate could count.  Each year, the openings are determined by a 
loosely aligned set of factors that determine how many and where are the openings in the district.  Highly 
successful industries, or companies within industries, have systematic ways to identify and recruit highly 
qualified candidates, often when those candidates are in their degree programs.  PK-12 education would 
be well served developing a more systematic approach to recruiting highly qualified educators. 
 Current practices involves the district posting an opening to which qualified applicants apply.  After 
going through the initial human resources process, most applicants’ file comes to the desk of a building 
principal who has the most influence on the final decision.  As with hiring in all industries, the principal will 
determine initial qualifications (e.g., certifications, quality of educator preparation program, grades) and 
then there is the issue of “fit.”  In the interview, can it be determined that this candidate will make a good 
member of the team?  These practices serve to support the system as it currently exist.  As such, it does 
not serve those who are coming from outside the curriculum.  As a result of historical discrimination, CLD 
candidates are less likely than their euro-descended peers, to have the right qualifications, come from the 
right preparation program, or be an initial “fit” for a traditional team.  To significantly increase the percentage 
of CLD educators, substantive changes needs to be made in the recruitment process. 
 To start, the district most communicate in word and deed that it wants to increase this percentage.  
It must become active in recruiting from educator preparation programs that have a reputation for producing 
educators who are proficient at providing culturally and linguistically relevant pedagogy.  It would be a 
significant advantage to the district, the educator preparation program, and the candidate if the relationship 
with the candidate could begin as part of their pre-service clinical training.  Such an effective working 
relationship would help with the educator preparations program efforts to recruit CLD students.  We do 
understand than many others would prioritize the recruitment of CLD candidates over the CLRF proficiency 
of all candidates.  We organize our thinking around the hypothesis that we need all educators to be CLRF 
proficient and that increasing the percentage of CLD educators is a significant value added.  We 
hypothesize that a focus on CLRF proficiency will drive more significant and sustainable system change 
than will just a focus on the percentage of CLD educators in the district.   
 The next is to begin to address the barriers to hiring the strongest candidates as early in the 
process.  Districts that allow seniority to drive their hiring process have a difficult time making early offers 
because each time a position is open, making it first available to teachers in the system slows the process 
down.  By treating each position independently, the district will deepen the pool of qualified candidates.   
 The third step is to have a part of principal and superintendent evaluations their success at 
increasing the percentage of CLRF proficient and CLD educators in their school and district.  A 
comprehensive human capital plan needs to be developed, implemented and track in order to be successful 
over a 10 year period. 
 The fourth step includes creating programs that helps grow the pool of potential CLD candidates 
for positions in the school and district.  One common approach to achieve this goal is developing programs 
that help CLD para-professional attain degrees and certifications.  The other is to begin to work with CLD 
secondary students who are interested in becoming educators to facilitate their matriculation into effective 
educator preparation programs and provide incentives for them to, at least, start their career in the district 
from which they graduated. 
Retaining CLD Educators 
 Working conditions and opportunities to advance as a professional are two key factors in the 
retention of all educators.  Given that CLD educators too often experience a culturally disenfranchising, if 
not hostile, work environment, these factors are intensified. In particular, it is a common findings that CLD 
educators receive systematically lower evaluations from their non-CLD supervising principals.  It follows 
from these evaluations that CLD educators will have fewer opportunities for advancement within the system.  
Since fewer CLD educators will become teacher leaders, department heads, principals, or superintendents, 
within such a system, such a system will remain unattractive to CLD candidates.  To retain CLD educators, 
this cycle needs to be affirmatively changed. 
 It is one of the areas where leadership, from the School Committee and Superintendent matters.  
Making demonstrable success in the recruitment, retention, and advancement of CLD educators a part of 
metrics for success in the district, the superintendent, and principals evaluation will help make this a priority.  
As a priority, leaders in the district will engage in the professional development they will need to be effective 
in the recruitment, retention, and promotion of CLD educators. In order to maintain progress over time, time 
during which superintendents and school committee members turn over, a successful district will develop 
and commit to a multiple year plan for increasing the percentage of CLD educators in the district and make 
progress on this plan a part of everyone’s annual evaluation.  We hypothesize that there will be more 
success in districts that have a similar plan for increasing the percentage of CLRF proficient educators in 
the district.  
Recruiting, Retaining, and Promoting CLD Educational Leaders 
 There is an active debate in the industry as to the importance of the teacher in the classroom versus 
the leader in the building or district.  There is research to support both sides of the debate.  As we search 
for an empirical answer to this question, we advocate for a both/and approach.  We hypothesize that we 
needs both great teachers in the classroom and great leaders who support those teachers’ efforts to meet 
the academic and social needs of all of their students.  It will take a great leader to change the working 
conditions in a building or district so that it is welcoming and affirming to CLD educators and it will take 
CLRF proficient educators to effectively meet the needs of all children in every classroom.  The arguments 
for having CLD leaders is the same for CLD teachers.  They will share the lived experience of their students 
and educators.  They will have overcome the barriers that face all CLD educators to join the profession and 
become leaders in the profession.  As they join the decision-making groups in the building and district they 
will have the practical wisdom to create the conditions for success.  
 The process of increasing the percentage of CLD leaders in a district is the same as CLD educators. 
The district needs to make an affirmative commitment to and plan for increasing the percentage and build 
those expectations into the superintendent’s evaluation.  The district needs to build a collaborative 
relationship with its higher education partners to develop educational leadership programs that prepare 
principals and superintendents to implement educational systems that designed to meet the OECD 2030 
goals and are gap-closing districts.  It is also critical to demonstrate that the district is eager to grow their 
own leaders and promote from within.   
Conclusion 
 There is lots and lots of great work that occurs in education.  It is exciting.  It is innovative.  Most 
of it is directed to meeting the needs of our children.  It also tends to be episodic and personality driven.  
As pointed out by Coleman (2020), successful educational improvement needs to by comprehensive and 
systematic.  If, as the data suggests, having CLD educators in a district is necessary for that district to 
close achievement gaps, districts need to make long term commitments and investments to make that 
happen.  It will take time to see the return on these efforts.  One image to keep in mind will be the new 
Superintendent who 25 years ago joined the grow your own pre-teacher program as a 9th grader in the 
district in which they are now becoming the chief executive. 
